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ABSTEACT 

Limitations of the traditional epistemological 
orientation toward an "objective paradigm" are discussed, and an 
alternative "subjective paradigm" is proposed which holds that 
knowledge is synthesized by the knower, pursuant to his or her own 
motives. . Implications of this view are drawn for the study of 
language, including problems. of early language acquisition. The 
psychology of reading and response is conceptualized in a way similar 
to the psychology of language acquisition and is related to various 
developmental stages. Because language use, literary response, and 
interpretation are seen as always motivated rather than motiveless, 
studies which screen out "irrelevant" motives and other emotional 
factors are seen to create new motives for language use and literary 
response, replacing the ones of primary interest: those attached to 
normal speech and reading contexts. The ratioiiale for subjective 
criticism and its pedagogical implications are also discussed. 
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Bleich 1 

Language and literature are now two different disciplines. Linguistic re- 
search IS governed by the belief in the explanatory adequacy of mathematics. 

WHILE criticism IS RESIGNED TO THE EPISTEMOLOGICAL INADEQUACY OF INTERPRETATION. 

Neither of these attitudes has produced the desired results, which are knowledge 

AND confidence IN THE MEANS TO DEVELOP NEW KNOWLEDGE. ThOSE CO^MIHED TO FORMU- 
LATING GRAMMATICAL RULES ALLOW THAT THEY HAVE YET TO EXPLAIN THE ACTUAL HUMAN 
USE OF LANGUAGE,, AND THOSE VW THINK LITERARY INTERPRETATION IS IMPORTANT ARE 
EMBARRASSED THAT IT SEEMS ULTIMATELY TO BOIL DOWN TO I^RE SUBJECTIVE OPINION. 
In SCHOOL, IT HAS BECOME INCREASINGLY DIFFICULT TO JUSTIFY TEACHING EITHER 
DISCIPLINE BECAUSE THOSE STUDYING THE SUBJECTS AT THE MOST COMPLEX LEVEL HAVE 
EITHER FORGOHEN OR NEVER KNEW WHICH OCCASIONS IN HUMAN EXPERIENCE REGULARLY 
DEMAND KNOWLEDGE OF LANGUAGE AND LITERATURE. YoUNGER PEOPLE DO KNOW THESE OC- 
CASIONS, AND THEY CAN ONLY TURN TO OTHER SUBJECTS WHOSE CONCERNS ARE MORE CER- 
TAINLY RELATED TO THEIR OWM. I THINK THAT THE SEPARATE PATHS OF LANGUAGE AND 
LITERATURE AS WELL AS THEIR EPISTEMOLOGICAL STRUGGLES ARE THE RESULTS OF AN 
OUTWORN CULTURAL ALLEGIANCE TO OBJECTIVITY. In THE FOLLOWING REMARKS, I WILL 
EXPLORE THE EPISTEMOLOGICAL ISSUE, SUGGEST A POSSIBLE MEANS OF AMELIORATING IT, 
AND THEN INDICATE IMPLICATIONS OF THESE MEANS FOR PEDAGOGY. 

In a previous essay, I described the traditional EPISTEMOLOGICAL ORIENTATION 
AS THE "objective PARADIGM," WHERE THE IDEA OF A PARADIGM FOLLOWS T. S. KuHN'S 
ORIGINAL USE OF IT.-^ To THINK IN THIS FRA^EWORK IS TO ASSUME THAT THE OBJECT 
OF KNOWLEDGE IS NOW AND WILL CONTINUE TO BE INDEPENDENT OF THE ACT OF OBSERVA- 
TION. IhE EXPLANATION OF THAT OBJECT (OR PROCESS) IS THOUGHT OF AS BELONGING 
TO THE OBJECT, AND IS CONSIDERED AS INDEPENDENT OF THE OBSERVER AS THE OB.)ECT 

IS. Thus, both objects and knowledge about objects mE "objective." 

This assumption dictates certain v hueria of explanatory adequacy: univers- 
ality—the explanation has to obtain in every case of the OBJECT; repeatability— 
EVERY time the OBJECT OR PROCESS IS DELIBERATELY REPEATED, THE EXPLANATION OB- 
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tainsj and predictability—the behavior of the object (or process) may 

PREDICTED BY OUR PRIOR KNOWLEDGE OF THE EXPLANATION. ThESE STANDARDS OF tX- 

punation are au. met when it is represented in logical or mathematical terfls. 
Because this form of explanation has had the highest authority in the last few 
CENTURIES^ Hume's uncontradicted argument against a necessary connection betveen 
cause and effect has not been assimilated to our conception of knowledge. Math- 
ematical EXPLANATION SEEMS TO DEMONSTRATE JUST SUCH A NECESSARY CONNECTION IN 
THE OBJECT OF INQUIRY BECAUSE THE EXPLANATION IS IDENTIFIED WITH THE OBJECT. 
It IS A CONTRADICTION IN OUR TH0U6KT THAT BOTH HuME's ARGUMENT AND MATHEMATICAL 

explanation are considered true. 

This contradiction may be eliminated by assuming the subjective paradigm^ 

WHICH proposes THAT KNOWLEDGE IS SYNTHESIZED BY THE KNOWER PURSUANT TO HIS OWN 
motives and the MOTIVES OF HIS COMMUNITY; THE OBJECT OF EXPLANATION IS A SET OF 
SUBJECTIVE EXPERIENCES, AND THE PURPOSE OF EXPLANATION IS TO FACILITATE MENTAL 
HANDLING OF THOSE EXPERIENCES. BoTH THE OBJECT OF INQUIRY AND ITS EXPLANATION 
ARE THEREFORE SUBJECTIVE. In "INSTANCES WHERE MATHEMATICAL FORMULATION IS AP- 
PLICABLE, IT IS UNDERSTOOD AS A SUBCATEGORY OF A MORE GENERAL EXPLANATORY ACT, 
RESYMBQLIZATION. REGARDLESS OF WHETHER AN EXPLANATION IS MATHEMATICAL OR VERBAL, 
IT IS CONCEIVED OF AS HAVING RESYMBOLIZED AN EXPERIENCE RATHER THAN AS HAVING 
GOTTEN CLOSER TO THE TRUTH ABOUT AN OBJECTIVE PHENOMENON. A CAUSAL EXPLANATION 
IS MORE USEFULLY UNDERSTOOD AS HAVING ANSWERED A SUBJECTIVE DEMAND AND MAKES 
NO CLAIMS ABOUT OBJECTIVELY NECESSARY CONNECTIONS. " . / ' 

Symbol I ZAT I ON is the characteristic human means of identifying experience; 

RESYMBQLIZATION IS THE RESULT OF THE SUBJECTIVE DIALECTIC THAT TRIES TO ASSIMILATE 
THAT EXPERIENCE, CONSCIOUSLY, TO OUR PREVIOUS VIEW OF THINGS. An EXPLANATION RE- 
SOLVES THE NEW DISHARMONY THROUGH AN ALTERATION OF SELF-AWARENESS. ThE ACT OF 

explanation is thus understood as a piece of local psychological adaptation. 
This view is consistent with Kuhn's account of the evolution of scientific 
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KNOWLEDGE^ WHICH ARGUES THAT IT IS MORE DEMONSTRABLY DETERMINED BY COfWNAL 
SYNTHESES THAN BY AN APPROACH EVER NEARER TO A BODY OF ABSOLUTE TRUTH. KNOW- 
LEDGE ARTICULATED BY ONE CIVILIZATION IS MORE EASILY UNDERSTOOD AS ANSWERING 
THE DEMANDS OF THAT CULTURE THAN AS HAVING DISCOVERED THE ERRORS OF THE PREV- 
IOUS CULTURE. For example knowledge CREATED IN OUR TIME HAS FACILITATED A 
DANGEROUS POPULATION GROWTH AND HAS POSED THE THREAT OF HUMAN ANNIHILATION; 
A FUTURE CIVILIZATION COULD CONCEIVABLY VIEW THIS KNOWLEDGE AS A MALADAPTIVE 
MUTATION. But UNDERSTOOD MORE LOCALLY. THE SAME KNOWLEDGE HELPS .PEOPLE TO LIVE 

longer and did help preserve this civilization. 

The com:ep7 of resymbolization confers a more general authority onto verbal 
explanation than on mathematical explanation. but both are seen as governed by 

SUBJECTIVE AND I NTERSUBJECT 1 VE FACTORS ONLY. RaTHER THAN MATHEMATICAL LOGIC 
DICTATING THE CRITERIA OF EXPLANATORY ADEQUACY. THE COMMUNITY OF THINKERS CRE- 
ATE THE CRITERIA AND DETERMINES THE RANGE AND APPLICABILITY OF ANY GIVEN EXPLAN- 
ATION; PERSUASION RATHER THAN PROOF IS THE STANDAI^ OF KNOWLEDGE. THEREFORE. AN 
ADEQUATE EXPLANATION NEED NOT BE PREDICTABLE OR REPEATABLE. AND CERTAINLY NOT 
UNIVERSAL; IT NEED ONLY SATISFY A LOCAL DEMAND FOR EXPLANATION. It IS A MOOT 
QUESTION WHETHER SUPERSTITIONS DISAPPEAR BECAUSE THEY WERE DISCOVERED TO BE 
ERRONEOUS BELIEFS. OR WHETHER THE BELIEFS CAME INTO CONFLICT WITH MORE URGENT 
•ADAPTIVE DEMANDS IN THE CO^nUNITY. ThERE ARE STILL MANY TALL URBAN BUILDINGS 
WHICH DO NOT HAVE THIRTEENTH FLOORS. FOR SOME PURRJSES. THE CONCEPT OF THE TfUR- 
TEENTH FLOOR OBTAINS; FOR OTHERS THERE IS ONLY THE TWELFTH AND FOURTEENTfi. ThE 

subjective paradigm is viable at this time because for ever fewer purposes, 
mathemtlcal explanation was considered adequate. 

This decreasing adequacy is accompanied by an increasing awareness of the 

ROLE OF language IN THE PRODUCTION OF. KNOWLEDGE. ANIJ BY THE RISING AND PERHAPS 
FEARFUL SUSPICION THAT KNOWLEDGE IS AFTER ALL QUITE A SUBJECTIVE MATTER. In 
ANY CASE. LANGUAGE IS NOW AN ITEM OF ORGANIZED INQUIRY ON AN UNPRECEnENTED 



Bleich ^ 



SCALE^ BUT IT HAS PROVED PARTICULARLY UNYIELDING TO MATHEMATICAL EXPLANATION. 
The PROBLEM HAS BEEN THAT THE STUDY OF LANGUAGE ENACTS OUR CONDITION OF SUB- 
JECTIVITY. Because we think in language it is difficult to decide on which 

ASPECT of language TO ISOLATE FOR OBJECTIVE STUDY. BeING SO DECISIVELY TIED 
TO OVERALL MENTAL FUNCTIONING, THE CONCEPTION OF LANGUAGE AS A SYSTEM OF FORMAL 
RULES DOES NOT ACCORD WITH ITS USE. MaNY HAVE RECOGNIZED THIS AND HAVE ENLARGED 
THE PURVIEW OF STUDY TO INCLUDE SEMANTICS AND SPEECH BEHAVIORS; YET THE NEED TO 
SPELL OUT FORMAL RULES STILL GOVERNS THESE EFFORTS. SUBJECTIVE CONSIDERATIONS 
DO NOT DENY THE POSSIBILITY OF USING RULES AS PART OF AN EXPLANATION, BUT THEY 

do suggest placing the first research priorities on the subjective experience 
of language and particularly on the com^n feeling of conscious dominion over 
the language we use. 

This orientation translates the problem of the "nature of language" into 

THE question OF HOW TO UNDERSTAND OUR OWN MENTAL DEVELOPMENT; FROM THEIR RE- 
SPECTIVE viewpoints, Piaget and Chomsky have already defined the issue in these 

TERMS: TO understand LANGUAGE IS TO UNDERSTAND THE MIND. ChOMSKY IS IN AGRELMEInIT^ 
with PiAGET THAT LANGUAGE OR INTELLIGENCE OR BOTH ARE TO BE CONCEIVED SIMILARLY 
TO ORGANS OF THE BODY. ThEY ARE IN DISPUTE OVER WHETHER PiAGET's FORMUUTION 
OF THE DEVELOPMENTAL STAGES OF INTELLIGENCE CONSTITUTE AN EXPLANATION OF LAN- 
GUAGE AND THOUGHT. ChOMSKY's REASONING IS THAT BECAUSE LANGUAGE HAS BEEN LARGE- 
LY DESCRIBABLE AS A SYSTEM OF FORMAL SYNTACTIC RULES, WE ARE JUSTIFIED IN SEEK- 
ING RULES FOR THE DEVELOPMENT OF INFANTILE INTELLIGENCE, AND FOR SEEKING THE 
SOURCE OF THOSE RULES IN A MATHEMATICALLY DESCRIBABLE STRUCTURE PRESENT, PRE- 
SUMABLY, IN HUMAN GENES. SuCH A SYSTEM OF GENETICALLY BASED RULES WOULD CON- 
STITUTE AN ADEQUATE EXPLANATION OF THE STAGES OF COGNITIVE DEVELOPMENT, INCLUD- 
ING THE MEANS OF TRANSITION BETWEEN STAGES, FROM BIRTH THROUGH THE DEVELOPMENT 
OF ADULT LANGUAGE. ChOMSKY CLAIMS THAT PiAGET's FORMULATIONS GIVE ONLY A DE- 
SCRIPTION OF THE SHIFTS FROM STAGE TO STAGE, AND NOT AN EXPLANATION. AgAIN PRE- 
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SUMABLY, IF THE GENETIC INFORMATION THAT STAGE SIX FOLLOWS STAGE FIVE COULD BE 
ISOLATED, THIS WOULD CONSTITUTE AN EXPU\NATION. SINCE THE FULL PROGRAM OF DE- 
VELOPMENT WOULD BE MATHEMATICALLY AVAILABLE BY INSPECTION OF THE GENES IN AD- 
VANCE. 

Let us assume that what Chomsky's thinking implies can be done, namely, 
that we can extract rom genes mathematical information that formulates how 
infantile developme^^■al schemata grow stagewise into linguistic competence. 
Rather than explaining the nature of language, this information explains the 

ORIGIN OF linguistic RULES. ThE PROBLEM ARISES IF WE CONSIDER THAT THE PURPOSE 
of SEEKING NEW GENETIC KNOWLEDGE WAS TO AU_AY THE SERIOUS DOUBT THAT A FORMAL 
SYSTEM OF RULES EXPLAINED LANGUAGE, ThIS DOUBT HAD TO DO WITH THE DEPENDENCY 
BETVEEN LANGUAGE AND MENTAL FUNCTIONING IN GENERAL. UNLESS A CU\IM IS MADE 
THAT THE GENETIC KNOWLEDGE WILL ALSO EXPLAIN MENTAL FUNCTIONING THROUGH A 
SYSTEM OF RULES, WE ARE LEFT WITH ONLY A SLIGKTLY IMPROVED VERSION OF THE OR- 
IGINAL TRANSFORMATIONAL RULES WITH REGARD TO EXPLANATORY POWER. SEEKING A 
MATHEMATICAL EXPLANATION OF LANGUAGE OR MIND OR BOTH ASSUMES THAT, ULTIMATELY, 
BOTH ARE OBJECTIVE ENTITIES, BuT THE DIFFICULTIES ARISING IN PURSUIT OF SUCH 
AN EXPLANATION SUGGEST THAT IT WILL BE MORE FORTHCOMING BY LIMITING THE DEGREE 
TO WHICH BOTH ARE OBJECTIFIED AND THEN REFORMULATING THE ORIGINAL QUESTION, 
WHAT IS LANGUAGE, IN THE DIRECTION PROPOSED BY HeISENBERG ABOUT KNOWLEDGE IN 
GENERAL: WHAT IS THE NATURE OF OUR INVESTIGATION OF LANGUAGE? 

The PROBLEM IS ANALOGOUS TO TRYING TO EXPLAIN AN AUTOMOBILE RACE. ^kNY KINDS 
OF KNOWLEDGE HAVE TO ENTER INTO THE EXPLANATION. MuCH OF IT CAN BE CALLED OB- 
JECTIVE KNOWLEDGE, SUCH AS THE WORKINGS OF AN INTERNAL COMBUSTION ENGINE, THE 
LENGTH OF THE TRACK, THE DEGREE OF INCLINE ON THE CURVES, AND SO ON. FOR OTHER 
ITEMS THERE IS SOME DOUBT AS TO WHETHER IT IS OBJECTP/E OR SUBJECTIVE: THE 
RULES OF THE RACE ARE SPECIFIABLE OBJECTP/ELY, BLrf THEY WERE INVENTED BY THOSE 
WHO RACE FOR THE PURPOSE OF INSURING THE BEST POSSIBLE RACE, FINALLY, THERE 
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IS PURELY SUBJECTIVE KNOWLEDGE HAVING TO DO WITH THE MOTIVES AND ACTION OF 
THE DRIVERS— IN THEIR HISTORY AS DRIVERS, AND IN THEIR PERFORMANCE ON THAT 
PARTICULAR OCCASION. GiVEN ALL OF THESE FORMS OF POSSIBLE KNOWLEDt^E, THE 
QUESTION IS HOW TO COMBINE THEM TO CONSTITUTE AN EXPLANATION. To ANSWER THIS 
QUESTION WE ASK, VW WANTS TO KNOW? WhAT DOES THE ASKER MEAN BY EXPLANATION? 
It is not ENOUGH TO POSTULATE THAT THE INQUIRER COMES FROM MaRSJ IT li? NECES- 
SARY TO KNOW THE EXACT OCCASION AND MOTIVE FOR THE REQUEST IN ORDER TO SYN- 
THESIZE THE ADEQUATE MIX OF OF KNOWLEDGE FOR AN EXPLANATION. ItS CORRECTNESS 

will further be determined by negotiation between the asker and the explainer. 
What a person wants to know determines explanatory adequacy. This is exactly 

THE case in the INVESTIGATION OF LANGUAGE. 

Automatically, under the objective paradigm, the first question is "what 
IS IT?" Under the subjective paradigm, the first question is, "what do I want 

TO KNOV/?" I THINK IT IS CLEAR THAT THIS LAHER QUESTION ACTUALLY PRECEDES 
THE FORMER; THE FORMER QUESTION ASSUMES THAT I WANT TO KNOW WHAT LANGUAGE 1^ 
AND THAT THE MORE FORMALLY AND PRECISELY I CAN SPECIFY "LANGUAGE," THE BETTER 
THE EXPLANATION. ThE LAHER QUESTION USES AS ITS CRITERION OF EXPLANATORY AD- 
EQUACY THE SATISFACTION OF THE COMMUNITY OF ASKERS. It IS THE CASE THAT THIS 
CRITERION, IN PRINCIPLE, WILL ALLOW A SUPERSTITIOUS ANSWER TO PREVAIL; YET IF 
THAT IS WHAT THE HUMAN COMMUNITY CHOOSES, IT CAN't BE HELPED. 

The idea of resymbolization is especially useful in dealing with this new 

EPISTEMOLOGICAL. CIRCUMSTANCE. It IS CAPABLE OF ENCOMPASSING, A SINGLE FRAME- 
WORK OF THOUGHT, BOTH THE TRADITIONAL TYPES OF MATHEMAriCALLY REPRESENTED KNOW- 
LEDGE AS WELL AS MORE RECENT TYPES OF INTERPRETIVE KNOWLExJaF THAT ARE INCREAS- 
INGLY DETERMINING THE COURSE OF CIVILIZATION. ThE IDEA SUGGESTS WAYS TO UNDER- 
STAND LANGUAGE THAT CAN ACCOMODATE ITS DESCRIPTION IN TERMS OF FORMAL RULES 
AS WELL AS THE SUBJECTIVE EXPERIENCE OF LANGUAGE AS THE INSTRUMENT OF DELIBER- 
ATE HUMAN INITIATIVE. In THIS WAY RESYMBOLIZATION DEALS WITH THE DIFFICULTY IN 
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OUR CONCEPTION OF LANGUAGE AS BEING SIMULTANEOUSLY AN OB.IECT OF KNOWLEDGE AND A 
NEDIUM OF KNOWLEDGE. 

Modern attention to symbolic activity began with Ernst Cassirer's EmUiSQEHZ 
QE Symbolic Fqbms^ which proposed that all knowledge-, quantitative and hermeneutic^ 

AND ALL ARt^ MAY B£ CONCEIVED AS DIFFERENT VARIETIES OF SYMBOLIC FORMS. HuMAN 
BEINGS ARE ALWAYS PERFORMING A BASIC ACT OF MENTAL FUNCTIONING— THE FORMATION OF 
SYMBOLS. All cultural artifacts ARE ASCRIBABLE TO ACTS OF SYMBOL FORMATION; THE 
SYNTHESIZING OF SYMBOLS IS A PRIMARY MENTAL ACT FROM V^ICH QUANTITATIVE^ VERBAL^ 
AND SENSORY ACTS DERIVE. CaSSIFO BELIEVED THAT THIS ACTIVITY WAS PHYLOGENETIC 
IN SCOPE AND ORIGIN^ AND HIS V^ORK PRESENT ARGITCNTS AND EVIDENCE TO SUPPORT THIS 
BELIEF. 

SUSANNE LaNGER PURSUES CaSSIRER's THOUGHT IN THE STUDY OF ART AND AESTHETIC 
EXPERIENCE^ AND IMTRODUCES PSYCHOLOGICAL CONSIDERATIONS IN THIS CONNECTION. 

I BELIEVE THERE IS A PRIMARY NEED IN MAN^ WHICH OTHER CREATURES PROBABLY 
DO NOT HAVE^ AND WHICH ACTUATES ALL HIS APPARENTLY UNZOOLOGICAL AIMS^ HIS 
WISTFUL FANCIES^ HIS CONSCIOUSNESS OF VALUE^ HIS UTTERLY IMPRACTICAL EN- 
THUSIASMS^ AND HIS AWARENESS OF A "BeYOND" FILLED WITH HOLINESS. DeSPITE 
THE FACT THAT THIS NEED GIVES RISE TO ALMOST EVERYTHING THAT WE COMMONLY 
ASSIGN TO THE "hIGHER" LIFE. IT IS NOT ITSELF A "HIGHER" FORM OF -SOME "lOW- 
ER" NEEDj IT IS QUITE ESSENTIAL. IMPERIOUS. AND GENERAL. A^ffl MAY BE CALLED 
"high" only in the sense that is BELONGS EXCLUSIVELY (I THINK) TO A VERY 
COMPLEX AND PERHAPS RECENT GENUS. . . . Th IS BASIC NEED. WHICH CERTAINLY 
IS OBVIOUS ONLY IN MAN. IS THE NEEH QE SMQUlAlLQtJ.. . . . SyMBOLIZATION 
IS THE ESSENTIAL ACT OF THE MIND. 

The M'\TtRIAL FURNISHED BY THE SENSES IS CONSTANTLY WROUGHT INTO SYMBOL?., 
WHICH ARE Om ELEMENTARY IDEAS. So^E OF THESE IDEAS CAN BE COMBINED AND 
MANIPULATED IN THE MANNER WE CALL "REASONING." OtHeRS DO NOT LEND THEM- 
SELVES TO THIS USE. BUT ARE NATURALLY TELESCOPED INTO DREAMS. OR VAPOR 
OFF IN CONSCIOUS FANTASY; AND A VAST NUMBER OF THEM BUILD THE MOST TYP- 
ICAL AND FUNDAMENTAL EDIFICE OF THE HUMAN MIND— RELIGION 

LaNGHR BRINGS IN PSYCHOLOGICAL CONCERNS BY CHARACTERIZING SYMBOL FORMATION 

9 
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AS A "basic need." CaSSIRER's work was oriented ALMDST exclusively mum IS- 
SUES OF COGNITION AND EPISTEMOLOGYj LaNGER's THINKING IS ORIENTED ABOLfT ISSUES 
OF AFFECTIVITY. AND SHE PROPOSES THAT ALL ART FORMS HAVE THE GENERIC FUNCTION 
OF EXPRESSING HUTWJ FEELING. ThE NEED FOR ARTISTIC SYMBOLIZAT!ON R-SULTS IN 
THE PUBLIC EXPRESSION IN SENSORY AND SOMETIMES VERBAL TERMS OF PERSONAL AFFECT- 
IVE STATES. 

An IMPORTANT RESULT OF CaSSIRER's AND LaNGER's AS3tJ>'iPTI0NS IS THEIR VIEW 
0- LANGUAGE AS HAVING A SPECIAL STATUS IN THE ARRAY Or SYMBOLIC FORMS. LaNGER 
WRITES THAT "SPEECH IS. IN FACT. THE READIEST ACTIVE TERMINATION OF THAT BASIC 
PROCESS IN THE HUMAN BRAIN WHICH MAY BE CALLED THE SYMBOLIC TRANSFORMATION Q£ 
EXPERIENCES."^ LANGUAGE, UNLIKE OTHER FORMS OF SYMBOLIC EXPRESSION, OCCUPIES 
APPROXIMATELY THE SAME STATUS IN EVERY HUMAN SOCIETY. WhILE IT IS TRUE THAT 
ALL CULTURES PAINT. DANCE. AND SING. THEY DON't ALL DO EACH TO THE SAME DEGREE. 
AND THE PARTS OF SOCIETY THAT PRACTICE THESE ARTS VARY IN SIZE FROM CULTURE TO 
CULTURE. For language this SORT OF VARIATION DOES NOT OBTAIN. AlL PEOPLE 
SPEAK. AND ALL LEARN TO SPEAK AT ABOUT THE S<V^ INFANTILE AGE. SPEECH GROWS 
AND DEVELOPS IN EACH PERSON REGARDLESS OF WHETHER IT BECOMES AN ART FORM. AN 
INSTRUMENT OF SCIENCE. OR A MEDIUM OF SOOTHSAYING. ThE STATUS OF SPEECH BEING 
THE "readiest AaiVE TERMINATION" OF THE SYMBOL-MAKING CAPACITY GROWS FROM 
ITS INTIMATE CONNECflON WITH THE NATURAL BIOLOGICAL DEVELOPMENTS OF SIGHT. 
HEARING. AND VOCALIZATION AND THEIR HISTORY OF INTERCOORDINATION WITH THE 
infant's BODILY DEVELOPMENT. ThuS IF A CHILD GROWS UNDER NORMAL ECOLOGICAL 
AND SOCIAL CONDITIONS. HE WILL LEARN TO SPEAK. ThE LEVEL OF LINGUISTIC COM- 
PLEXITY AT WHICH ALL MEMBERS OF A SOCIETY MAY MUTUALLY INTERACT IS EXTREMELY 
HIGH. AND SUCH INTERACTION INVOLVES NO UNIQUE TALENT OR SPCIAL ALLOCATION OF 
PSYCHOLOGICAL ENERGY. LANGUAGE IS. IN THESE SENSES. THE BASIC AND UNIVERSAL 
BEHAVIOR THAT ARGUES MOST STRONGLY FOR EXPLORING FURTHER WHAT MAY BE MEANT 
BY A "need of SYMBOLIZATION," 

10 
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To A LARGE EXTENT. THE IDEA OF A NEED IS SELF-EVIDENT FOR LaNGERj THE NEED 
OF SYMBOL I ZAT I ON IS ANALOGOUS TO THE NEEDS FOR FOOD. AIR. OR EXERCISE. HeR 
THINKING OF IT IN THESE TERMS IS ITSELF AN IMPORTANT CONTRIBUTION TO UNDERSTAND- 
ING IT. In general among psychologists^ there is no clear consensus of what a 

NfiED IS. HOWEVER. WhEN APPLIED TO oYMBOLIZATION AND LANGUAGE. THE IDEA IS 
Fli^THER COMPLICATED BECAUSE THE LINGUISTIC FUNCTION SEEMS SO HEAVILY DEPENDENT 
ON INTRAPSYCHIC FACTORS. FURTHERMORE^ THE GENERAL FUNCTION OF LANGUAGE SEEMS 
SO EXACTLY OPPOSITE "^0 OTHER ORGANISMICALLY GROUNDED NEEDS.' THAT IS. IT IS 
MORE OFTEN THAN NOT A SUBSTITUTE FOR SENSORIMOTOR BEHAVIOR. AND A SYSTEMATIC 
INHIBITION OF BODILY ACTION. LANGUAGE PERMITS A VflOLE SERIES OF ORDINARY ANIMAL 
BEHAVIORS TO COME UNDER THE DOMINION OF CONSCIOUS CONTROL AND INITIATIVE. In 
FACT. immL LI .Tt£ mi^ m ASENCY QF the characteristic human SELE-AMRENESi. 

Therefore, in order to discuss and understand it. the traditional thougkt-struc- 
ture of causality has to be enlarged. 

In psychological discourse, a need is adduced as the cause of certain be- 
haviors; THE "cause" of eating IS HUNGER. WHICH IS THE NEED TO EAT. In THINK- 
ING SO AUTOMATICALLY OF A NEED AS A CAUSE. WE ALSO AUTOMATICALLY THINK OF THE 
NECESSARY CONNECTION BEfFWEEN THE NEED AND THE BEHAVIOR. YeT WE ALSO KNOW THAT. 
ESPECIALLY IN PSYCHOLOGICAL MATTERS. THERE IS NO SUCH NECESSARY CONNECTION; SOME- 
TIMES THE SAME NEED RESULTS IN DIFFERENT BEHAVIORS. So INSTEAD OF THINKING OF 
EITHER A NEED OR A CAUSE. WE CAN BETTER USE THE IDEA OF A MOTIVE . CONSIDER THE 
FOLLOWING EXAMPLE. 

We WOULD NORMALLY THINK THAT THE SWING OF A BAT CAUSES THE BALL TO FLY TO 
CENTER FIELD. IF THE ACTION OF THE BAT AND BALL ARE ISOLATED. HoWEVER. WE 
DO NOT USU«\LLY THINK OF BATTING IN THIS WAY; RATHER. THE BATTER "CAUSES" THE 
BALL TO yO^. But except perhaps in legal contracts, a cause is NOT ASCRIBED 
TO A person's initiative. We DO THINK OF THE BATTER AS BEING MOTIVATED TO HIT 
THE BALL. SO THAT A MQIIYE 1^ A CONSCIOUSLY REGULATED CAUSE. AND IT IS THE 

ERIC 
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NA^€ FOR CAUSES ORIGINATING IN DELIBERATE HLMAN ACTION. OncE THE BATTER IS IN- 
CLUDING IN THE CONCEPTUALIZATION OF BATTING. HIS DECISIONS TO BECOME A PROFES- 
SIONAL ATHLETE. HIS OBSERVATION OF THE PITCHER. HIS CALCULATIONS OF WHICH 
PITCH IS TO FOLLOW ALL ENTER INTO THE EXPUNATION OF HIS BEHAV.OR. AND CAUSAL- 
ITY IS INADEQUATE FOR THIS EXPLANATION. A DETERMINING PART OF ANY SITUATION 
IN WHICH BATTING IS OBSERVED IS OUR OWN ASSUMPTION THAT THE BATTER WANTS TO 
HIT THE ball; AND THEN. OUR OWN WISH FOR THE BATTER TO HIT THE BALL BROUGHT 
US TO OBSERVE HIM TO BEGIN WITH. 

In SOME CONTEXTS. A NEED OR A CAUSE MAY BE USED TO EXPLAIN BEHAVIOR JUST 
AS EASILY AS A MOTIVE. If A CA'JSE IS USED. IT IS LtSS yibPl/FABLE THAN A NEEDj 
IF A NEED IS USED. IT IS LESS DISPUrA.SLE THAN A MOTIVE. In GENERAL. NEEDS AND 
CAUSES ARE USED TO EXPLAIN BEHAVIORS THAT ARE CONSIDERABLY LESS DISPUTABLE 
THAN THOSE WE WOULD EXPU\IN WITH MOTIVES. WHICH WE APPLY IN DISCUSSING THE 
MOST IMPORTANT MATTERS OF INTERPERSONAL EXPERIENCE. In PARTICULAR. MOTIVATION 
IS NECESSARY AS Mi EXPLANATORY PRINCIPLE WHEN WE AIM TO UNDERSTAND DELIBERATE 
BEHAVIOR. OR OTHER Himi ACTION IN WHICH AN ACT OF CHOICE ENTERS PROMINENTLY. 

Most forms of psychological explanatio'. try to conceptuauze behavior by making 

ACTS OF CHOICE SEEM INEVITABLE. AS BEING CAUSALLY DETERMINED BY A PRINCIPLE. ThIS 
HAS BEEN THE CASE BECAUSE CAUSAL DETERMINATION HAS BEEN THE ABSOLUTELY PREVAILING 
MEANS OF SCIENTIFIC EXPLANATION. At THE SAME TIME PSYCHOLOGICAL EXPLANATION IS 
WITHOUr POINT IF IT DOES NOT ENCOMPASS THE EVER-PRESENT SUBJECTIVE EXPERIENCE 
OF CONSCIOUS DELIBERATION AND SELF-AWARENESS. HoWEVER. SINCE ALL BEHAVIOR IS 
NO' ASCRIBABLE TO CONSCIOUS PLANNING. THE EXPLANATORY PRINCIPLES HAVE TO BE AP- 
PLICABLE TO OTHER CONDITIONS AS WELL. UNDERSTOOD IN VARIOUS WAYS. MOTIVATION 
CAN FRUITFULLY EXPLAIN HABITUAL BEHAVIORS. UNCONSCIOUS BEHAVIORS (THOSE OF 
WHICH WE ARE NOT AWARE UNTIL TOLD OF THEM BY OTHERS). AND DELIBERATE BEHAVIORS. 

Each of these behaviors are manifested in the ways we use language. In fact. 

LANGUAGE BEHAVIORS DETERMINE MOTIVATION AS MUCH AS MOTIVATION DETERMINES LANGUAGE. 
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Without fully documenting my argument for the motivational character of 

LANGUAGE WHICH WAS RECENTLY PUBLISHED,^ I WILL OUTLINE MY CENTRAL CU\ I M FOR 

THE PRESEhfT PURPOSE OF SHOWING A CONCEPT^L CONNECTION BET>€EN LANGUAGE BEHAVIORS 

AND INTERPRETIVE PRACTICES. 

Thus far. the main obstacle in the search for explanations of HumN lan- 
guage HAS BEEN THE PROBLEM OF INFANTILE LANGUAGE ACQUISITION. EVEN THOSE WHO 
ARE SYMPATHETIC TO MATHEMATICAL EXPLANATION AGREE THAT FURTHER EMPIRICAL KNOW- 
LEDGE OF INFANTILE LANGUAGE DEVELOPMENT IS NECESSARY. FOR EXAMPLE, FoDOR, BeVER, 

AND Garrett have recently concluded that 'Many of the deepest problems about the 

PSYCHOLOGY OF LANGUAGE CONVERGE, ULTIMATELY. ON THE PROBLEM OF HOW LANGUAGES 
ARE LEARNED. ThUS FAR WE HAVE NO THEORY OF ONTOGENESIS WHICH DOES CONVINC- 
INGLY ANY OF THE THINGS THAT SUCH A THEORY OUGHT TO DO. . ."^ 

The main item of interest for a motivational explanation of linguistic onto- 
genesis IS THE relationship OF THE INFANT WITH HIS FIRST LANGUAGE TEACHER. USUALLY 
THE MOTHER. WHO SPEAKS TO THE INFANT FAR MORE THAN ANYONE ELSE. ThE MAIN ACTION 
OF INFANTILE DEVELOPMENT AT THE AGE OF LANGUAGE ACQUISITION IS THE PROCESS OF 
THE infant's AIXIUSTMENT TO THE CONDITION OF SEPARATION FROM THE MOTHER. ThE 
GROWING AWARENESS OF THE FACT OF SEPARATION IS ACCOf^lPANIED BY FRUSTRATION WHICH 
IS MARK£D BY CRYING AT FIRST. AND SUBSEQUENTLY THE CHARACTERISTIC TEMPER TANTRUM. 
My CLA.IM is that syntactical language is the child's SOLUTION TO THE DISHARMONIOUS 
SENSE OF HIS OWN SEPARATENESS . UnTIL THIS POINT. MOTHER HAD BEEN THE CENTR'\L LOCUS 
OF EXPERIENCE IN GENERAL; THE CHILD'S OWN SENSORIMOTOR BEHAVIORS ARE SIMULTANEOUSLY 
EXPERIENCE DEPENDENT AND MOTHER DEPENDENT. SiNCE THE CHILD LEARNS WORDS MUCH BE- 
FORE HE LEARNS LANGUAGE. PART OF THE SEPARATION EXPERIENCE IS THE ACCIDENTAL USE 
OF WOPDS WITHOUT THE FULFILLING EXPERIENCE; THIS SEPARATION OF WORDS FROM EXPER- 
IENCE ACCOMPANIES THE CHILD's SEPARATION OF HIMSELF FROM THE LOCUS OF EXPERIENCE. 
MOTHER. This is the case because mother is the WORD-GIVER. The typical TANTRUM 
OCCURS WHEN THE CHILD SAYS. SAY. "COOKIE." AND NO Ca)KlE IS FORTHCOMING; THUS BOTH 

ERIC ^ ^ 
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WORDS AND CHILD ARE ISOLATED. 

A PREDICATION IS THE. JUXTAPOSITION OF TWO PREVIOUSLY INDEPENDENT THOUGKTS 
IN DEPENDENT RELATION TO ONE ANOTHER, AND EACH PREDICATION HAS THE GENERAL FORM 
OF TOPIC AND COMMENT. It IS DIFFICULT TO DETECT IN THE INFANT JUST WHEN TK) CON- 
SECUTIVE TOPICS ARE PRESENTED INSTEAD AS TOPIC AND COmENT. I. E., AS THE CHILD'S 
FIRST ACTS OF SYNTACTIC LANGUAGE. ThE "SENTENCES" OF THE PRESYNTACTIC PERIOD CON- 
SIST OF A TOPIC AND AN EXPERIENCEj THESE ARE THE SO-CALLED ONE-WORD SENTENCES 

THAT Lois Bloom has recently described.^ When the child learns to make im of 
HIS words deejendeni. on one anoth er, he has acquired language. He has transfer- 
red A PARTLY-MENTAL PARTLY-SENSORIMOTOR FUNCTION INTO THE WHOLLY MENTAL REALM. 
By CHARACTERIZING THIS TRANSFER AS HAVING BEEN MOTIVATED BY THE COGNITIVE AND 
AFFECTIVE FRUSTRATION OF SEPARATION OF EXPERIENCE AND ITS MAIN LOCUS. I AM EX- 
PLAINING LANGUAGE ACQUISITION AS A PIECE OF LOCAL PSYCHOLOGICAL ADAPTATION IN 

THE Darwinian sense. Language may now command sensorimotor experience thereby 

CREATING THE SUBJECTIVE SENSE OF PSYCHOLOGICAL ALTTONOMY, EVEN THOUGH MANY PHYSICAL 
DEPENDENCIES REMAIN. 

A SYNTACTIC FORMULATION. RATHER THAN THE INDICATIVE USE OF SINGLE WORDS OR 
PHRASES. IS THE CHILD's FIRST ACT OF NAMI NG~Tf-IAT IS. OF PERCEPTUAL IDENTIFICA- 
TION AND OF SYMBOL-FORMATION. EVEN THOUGH MOST EARLY SENTENCES SEEM TO HAVE AN 
OBJECTIVE SEMANTIC. SUCH AS "mOMMY GONE." THEY ARE ACTUALI..Y NAMING THE SUR.IECTIVE 
EXPERIENCE OF'MoMMY GONE." ThE FORMULATION OF THIS ME'MTAL CORRELATIVE OF THE 
ADVERSE EXPERIENCE SUBSTITLTTES THE INTERVERBAL DEPENDENCY FOR THE CHILD's ACTUAL 
DEPENDENCY. WHOSE PROBLEMATICAL DIMENSION IS THEREBY SIGNIFICANTLY REDUCED. AT 
THE SA^'£ TIME. THE ILLUSION OF CORRESPONDENCE BETWEEN THE CONCEPTUAL AND THE PER- 
CEPTUAL IS CREATED WHICH ACCOUNTS FOR WHAT I EARLIER CALLED COGNITIVE STEREOSCOPY. 
AND FOR THE FEELING THAT ONE 's OWN SELF IS ORJECTIVE. LANGUAGE APPEARS IN CON- 
SCIOUSNESS WHEN THE LATTER IS NO LONGER ABLE TO REMAIN HARMONIOUS IN RESPECT OF 
THE REST OF THE CHILD's DEVELOPMENTAL PROGRESS. LANGUAGE CREATES SELF-CONSCIOUS- 

ERIC ^ ' 
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NESS BY TRANSFERRING EXPERIENCE DEPENDENCY INTO INTERVERBAL DEPENDENCY. ThE 
child's CONDITION OF FRUSTRATING SEPARATION IS THE MOTIVE FOR THIS DEVELOPME^fr . 
ThIS^ along with many similar MOTIVES. PRODUCE THE MANY NEW LEVELS OF LINGUISTIC 
COMPLEXITY: EACH NEW ACHIEVEMEMT IS AN ADVANCE OF CONSCIOUSNESS, OR. IN TERMS WE 

are now using in a somewhat different context^ an advance of knowledge. 

From this standpoint, the transmission of information, though conceivably 
A possible function of adult language behavior, is relatively unimportant com- 
pared TO THE PRIVATE PSYCH0LXK3ICAL FUNCTION OF SELF-REGUU\TION. AND TO THE INTER- 
SUBJECTIVE FUNCTION OF REGULATING ONE's RELATIONSHIPS WITH OTHERS. FoR EXAMPLE, 
THETRIMAL QUESTION "WhAT TI^E IS IT?" IS MORE PERSUASIVELY EXPLAINED AS THE 
ASKER'S MOTIVATED USE OF THE IMTERROGATIVE FORMULA IN RESPONSE TO HIS OWN ANXIETY , 
ABOUT CATCHING THE TRAIN. THAN AS THE LOGICAL TRANSFORMATION OF THE FORM. "ThE 
TIME IS . . .". If DIFFERENT SENTENCE FORMS ARE NOT ACQUIRED THROUGH A LOGICAL 
PROCESS. THE POSTULATION OF A LOPICAL CONNECTION BETWEEN THE DECLARATIVE AND 
THE INTERROGATIVE IS NOT AN EXPLANATION OF THEIR ACTUAL USE. It IS LIKELY. RATHER, 
THE EACH MAJOR SENTENCE FORM HAS ITS OV^ MOTIVATIONAL HISTORY IN EVERY ADULT SPEAK- 
ER. EVEN THOUGH LOGICAL CONNECTIONS BETOEEN THESE FORMS ARE INVOKED ONCE THEY ARE 
ALL ESTABLISHED. In ANY ACT OF SYNTHESIZING A NEW NAME— A NEW SYMBOL~FROM THE 
child's FIRST SENTENCE TO THE MATURE WORK OF THE POET. THE LOGICAL FORMALISM OF 
THE NAME CAN ONLY BE AN AUXILIARY FEATURE OF IT. WHILE ITS SUBJECTIVE HISTORY 
IS ITS EXPLANATION. IhE USE OF NEEDS. CAUSES. OR LOGIC TO EXPLAIN LANGUAGE BYPASSES 
ITS USE AS THE MAIN INSTRUMENT OF DELIBERATE CONSCIOUSNESS. 

The PSYCHOLOGY OF READING AND RESPONSE MAY BE CONCEPTUALIZED ANALOGOUSLY TO 
THE PSYCHOLOGY OF LANGUAGE ACQUISITION. CONVERSATIONAL FLUENCY BETWEEN WTHER 
AND CHILD INVOLVES THE LATTER 's OVERTAKING OF WHAT HAS BECOME THE MOTHER'S MOST 
IMPORTANT FEATURE— HER LANGUAGE. THE MOTHER TONGUE. TeLLING AND LISTENING PRO- 
CEEDS ON BOTH SIDES IN THAT LOCAL FORM OF THE CULTURAL LANGUAGE. AND THE CON- 
VERSATIONAL RITUALS EXERT RAPIDLY INCREASING INFLUENCE ON BEHAVIORS AFFECTING 
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ALL OTHER OF THE CHILD 's INTERPERSONAL RELATIONSHIPS. DEPENDING ON THE VALUE 
PLACED ON LITERARY AND BOOK ACTIVITY IN THE HOME. STORriELLING AND BOOKLOOKING 
BECOME A SPECIAL VARIETY OF CONVERSATION. WhILE THESE RITUALS N!AY HAVE GONE 
ON WHEN THE CHILD WAS AS YOUNG AS A YEAR. THE CAPABILITY OF FOLLOWING AN EX- 
TENDED STORY. THE ATTENTION SPAN. AND FINALLY THE PSYCHOLOGICAL MOTIVATION DOES 
NOT APPEAR UNTIL ABOUT THE MIDDLE OF THE THIRD YEAR. In THIS INSTANCE. AS IN 
THE CASE OF THE ACQUISITION OF LANGUAGE. THE MOTIVATION IS THE UST AND MOST 
IMPORTANT ITEM TO PRODUCE THE CAPACITY FOR A LITERARY EXPERIENCE. ThE NEW 
MOTIVE IS ASSOCIATED WITH THE NEXT MAJOR DEVELOPMENTAL STEP AFTER THE ACHIEX'E- 
MENT OF SEPARATION FROM THE MOTHER AND FROM SENSORIMOTOR EXPERIENCE. ThE CHILD 
AT THIS AGE NOW TRANSLATES HIS SENSE OF THE PARENTS' GREATER PHYSICAL STRENGTH 
INTO A KNOWL E DGE Q£ JtElR mWRlVL V,HICH AMOUNTS TO A PSYCHOLOGICAL JUSTI- 
FICATION BY THE CHILD OF THE PARENTS' POWER OVER HIM. ThE OEDIPAL IDEA IS A 
METAPHOR FOR THE CHILD's PSYCHOLOGICAL TASK OF NEGOTIATING HIS LOVE AND HIS KNOW- 
LEDGE OF AUTHORITY WITH HIS PERCEPTION OF THE DIFFERENT RELATIONSHIPS HE HAS 
Wi™ EACH PARENT. ThE CHILD's OWN NEEDS AND UNDERSTANDING OF AUTHORITY MOTIVATE 
HIMTO LISTEN TO A PARENTALLY AUTHORIZED STORY. ThE STORYTELLING EXPERIENCE PER- 
MITS THE CHILD BOTH TO AFFIRM THE PARENTS' AUTHORITY AND ASSIMIU\TE IT TO HIS 
OWN SENSE OF SELF IN THE FORM OF KN OW LEDGE Q£ Ih£ SIORt. ThIS KNOWLEDGE. MAN- 
IFESTED IN THE child's SIMPLE REPETITION OF THE STORY TO SOMEONE ELSE. IS A 
NEW PREDICATION OF THE FORM. 'YhE STORY I HEARD IS THIS ..." It IS NEW BECAUSE 
THE VERBATIM STORY CANNOT BE REPEATED; ONLY THE CHILD's PERSONAL VERSION OF IT 
IS. The EXPLANATORY MOTIVE OF THIS SPECIAL VERSION GROWS OUT OF THE CHILD's 
STAKE IN THE PARENTAL STORYTELLING RELATIONSHIP. ThE TOPIC OF THE PREDICATION 
WAS GIVEN BY THE PARENTj THE CHILD's PERCEPTUAL RESPONSE IS HIS COMMENT; THE 
SUBJECTIVE FORM OF TOPIC AND COMMENT THEN EMERGE AS THE NEW "nAME" OR SYMBOL 
OR PREDICATION—WHICH IS THE RETELLING OF THE STORY. ThE MOTIVATION FOR HEARING 
AND REPEATING A STORY IS THE SAME AS FOR ACQUIRING SYNTACTICAL LANGUAGE; EACH 
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achievement can be understood as an act of symbol formation. 

Insofar as the child's authority relationship with his parents results in 

KNOWLEDGE. THE RELATIONSHIP IS PEDAGOGICAL. ThE KEY FACTOR IS THE CHILD's 
motivated APPROPRIATION OF AUTHORITY. ThIS MEANS THAT A PED/i,GOGICAL SITUATION 
DOES NC., NEED TO HA^'E AN AUTHORITY FIGURE IN ITj IT ONLY MEANS THAT EACH CON- 
STITUENT OF THAT SITUATION BE WILLING TO OVERTAKE THE AUTHORITY OF THE OTHER. 

Therefore the a>iJCEPT of pedagogy can apply to the meeting of any tv/o or more 

PEOPLE WHO gather FOR THE COMMON PURPOSE OF DEVELOPING NEW KNOWL£DGE. In ADULT 
LIFE. IF ONE READER AGREES ON THE INTERPRETATION PROPOSED BY ANOTHER. THAT READER 
WAS "tAUGKT" a piece of KNOWLEDGE. If A CU\SSROOM IS AUTHORITARIAN RATHER THAN 
AUTHORITATIVE. THE COERCED AGREEMENT IS ILLUSORY PEDAGOGY." ONLY KNOWLEDGE RESULT- 
ING FROM MOTIVATED INITIATIVE CAN BECOME A PART OF AN INDIVIDUAL'S SELF AWARENESS. 
At THIS TIME. PEDAGOGICAL TRADITIONS HAVE NO SYSTEMATIC MEANS OF SECURING THE 
MOTIVATED DEVELOPMENT OF KNOWLEDGE. 

As KUHN HAS DISCUSSED THE PEDAGOGY OF SCIENTIFIC KNOWLEDGE HAS BEEN THE 
MOST IMPORTANT SOCIAL PRACTICE IN MAINTAINING THE BELIEF IN ITS OBJECTIVITY. 

Scientific TE>aB00KS present the accumulation of mathematical fort^lisms with- 
out DETAILING THE CHOICES THAT WERE MADE IN ARRIVING AT THESE FORMALISMS, ThIS 
PEDAGOGY THEREBY REIFIED THE ABSOLUTE AUTHORITY OF THE WORLD OF "rEAl" OBJECTS. 
It NOW APPEARS THAT THIS WORLD IS ONLY AN ABSTRACTION OF A REUTIVELY SMALL PART 
OF HUMAN EXPERIENCE. AND THAT SCIENTIFIC WORK NOW PROCEEDS ON THE BASIS OF AS- 
SUMED SYMBOL I ZAT IONS OF DATA SUPPLIED BY MECHANICAL INSTRUMENTS. YeT THE IDEA 
OF REAL OBJECTS IS A PSYCHOLOGICAL FACT THAT DEPENDS ON THE NEED TO ASSUME THAT 
DINNER TABLES. AUTOMOBILE TRAFFIC. AND PAYROLL DEDUCTIONS ARE REAL. THEREFORE 
A REAL OBJECT IS AN EXPERIENTIAL ITEM THAT IS NOT SUBJECT TO DISPUTE OR INTER- 
PRETATION. Knowledge of real objects is also only trivially consequential. Once 

ANY OF THESE OBJECTS. SUCH AS INCOME TAX. BECOMES AN ITEM OF DISPUTE. IT IS SYMBOL- 
IZED IN ALTERNATIVE WAYS. AND THE FINAL PREVALENCE OF ONE OF THESE WAYS LEADS TO 
Q A CHANGE IN PAYROLL DEDUCTIONS. . „ 

ERIC 1 ^ 



Bleich 15 

In a pedagogical situation all the items of interest are symbolic; the 
main aim in any such situation is to resymbolize existing knowledge to the 

ADVANTAGE OF THE INTERESTED PARTIES. ThIS AIM DEPARTS^ FROM THE FAMILIAR VIEW 
OF PEMGOGY AS THE OCCASION FOR PASSING ON EXISTING KNOWLEDGE. A VIEW WHICH 
DEPENDS ON THE BELIEF IN THE OBJECTIVITY OF KNOWLEDGE. ReAL KNOWLEDGE^ EVEN 

of humanistic concerns such as literary response, has been sought in contrived 
laboratory and "experimental" circumstances for the purpose of only reporting 
in the classroom and other forums for the simple dissemination of information. 
Yet in the areas of language, literary response, and interpretation especially, 

ANY ARTIFICIAL CONTRIVANCE TO CREATE . KNOWLEDGE IS MEANINGLESS. MaNY OF THOSE 

studying language acquisition have begun to realize this, and have developed 
procedures for studying infants as they normally behave in familiar surroundings. 
However, most of those studying literary response and interpretation have not 

ACCEPTED THE PEDAGOGICAL CIRCUMSTANCE FOR SYNTHESIZING KNOWLEDGE OF THESE SUB- 
JECTS. A CONTRIVED KNOWLEDGE-GETTING SITUATION IS USED TO SCREEN OUT "IRRELEVANT" 
MOTIVES AND OTHER EMOTIONAL FACTORS. BOT SINCE LANGUAGE IS NEVER MOTIVELESS, THE NEW 
SITUATION ACTUALLY CREATES NEW MOTIVES FOR LANGUAGE USE AND LITERARY RESPONSE, 

and they replace the ones of primary interest, those attached to normal speech 
and reading contexts. 

Through the distinction bet\veen competence and performance and the. resulting 
elaborate attention to competence, the discipline of linguistics has essentially 

RULED OUT THE PEDAGOG I C/^L CIRCUMSTANCE AS A SOURCE OF KNOWLEDGE. YeT TO MOST 
YOLWG PEOPLE, OF JUST ABOUT ANY AGE AFTER FIVE, LEARNING ABOUT LANGUAGE MEANS 
LEARNING ABOUT THEIR OWN LANGUAGE— THAT IS, HOW THEY SPEAK, HEAR, AND READ. 

In any phase of psychological development, there is always a motive to know 

ABOUT oneself. In THE STUDY OF LANGUAGE AND LITERATURE, THIS MOTIVE HAS TO 
be APPROPRIATED FOR THE DEVELOPMENT OF KNOWLEDGE OR THE MEANS TO KNOWLEDGE. 
To TAKE ONE EXAMPLE^ THE TEACHING OF WRITING AT THIS TIME IS THOUGHT OF AS A 
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LANGUAGE SKILL THAT CAN BE DEVEUOPED WITH ADEQUATE TRAINING. Of COURSE, EVERY- 
ONE ALSO KNOWS THAT THIS IS FALSE. AS TESTIFIED TO BY THE VARIOUS WAYS INVENTED 
OF TRICKING STUDENTS INTO WRITING WELL. BUT AS LONG AS WRITING IS CONCEIVED 
AS A SKILL, THERE CAN BE NO PEDAGOGY THAT WILL LEAD TO SUCCESS. It CAN ONLY 
BE THE CASE THAT WRITING IS A PART OF A PERSON'S OVERALL ORIENTATION TOWARD 
LANGUAGE. AND THIS ORIENTATION IS TO BE EXPLAINED BY THE MOTIVATIONAL HISTORY 
OF LANGUAGE USE. If THIS IS TRUE. IT IS JUST NOT POSSIBLE FOR A UNIVERSITY 
COURSE TO PRESCRIBE HOW A PERSON'S WRITING IS TO "IMPROVE." In ORDER TO 
ENGAGE A STUDENT'S MOTIVES. THE NOTION OF IMPROVEMENT HAS TO BE ABANDONED 
IN FAVOR OF ELICITING CERTAIN RUDIMENTARY FORMS OF SELF-KNOWLEDGE. ThE CON- 
FIDENCE IN SUCH KNOWLEDGE mi THEN MOTIVATE A STUDENT TO WRITE ABOUT IT. PRO- 
VIDING HE HAS GOOD REASON TO TRUST THE TEACHER. 

The SITUATION is similar in THE PEDAGOGY OF LITERARY INTERPRETATION. 

Suppose a teacher announces in class—as he customarily announces in pub- 
lished CRITICISM-THAT THE GIANT IN "JacK AND THE BeANSTALK" SYMBOLIZES A 

father. Unless a student is highly vfrsed and already interested in psycho- 
logical CRITICISM. HE WILL HAVE ESSENTIALLY NO MOTIVE TO EVEN THINK ABOUT 
THIS FORi-vlULATION. LET ALONE DECIDE ON ITS VALUE TO HIM. HoWEVER. HE WILL 
HAVE THE MOTIVE TO RECORD IT AND REMEMBER IT. UNTIL IT IS TIME TO PROVE THAT 
HE ATTENDED CLASS. In PURSUIT OF OBJECTIVITY. THE TEACHER HAS WITIED HIS 
OWN INTEREST IN DEFINING THE SYMBOLISM; HIS INTELLECTUAL AimORITY FOR MAKIhJG 
SUCH A CLAIM IS UNAVAILABLE TO THE STUDENT AND NOT VISIBLE IN THE TEACHER IN 
CLASS. The emulative grounds on which early language and literature EXPERIENCES 
ARE BUILT. DO NOT OBTAIN IN THIS CLASSROOMj A NEGOTIATION CANNOT TAKE PLACE BE- 
CAUSE THE TERMS ARE SO DISPARATE. ThE STUDENT 's ONLY CHOICE IS TO ACCEPT THE 
FORMULATION AS OBJECTIVE KNOWLEDGE OR FAIL. |-bWEVER. A MOTIVATIONAL VOCABULARY 
IS COMMON TO PEOPLE OF GRE;J.TLY DIFFERING AGES AND EXPERIENCES. ThE TERMS OF 
EMOTIONAL AND PERCEPTUAL DEFINITION OF A LITERARY WORK ARE AT LEAST COMPARABLE 
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IN DIFFERENT READERS DUE TO EACH's ABILITY TO BRING HIS MOTIVATIONAL HISTORY 
TO BEAR ON THE PRESENT TASK OF MUTUAL CONCERN. UNFORTUNATELY, THOSE WHO HAVE 
MADE GENUINE EFFORTS TO ABONDON OBJECTIVIST ATTITUDES IN LITERARY PEDAGOGY. SUCH 

AS Alan Purves in M Porcupines Ita Lqye^ and Barrett Mandel in Luebaiure m. 
ih£ English Department.^ found they were left only with nonverbal symbolisms, 

OPEN-ENDEDNESS AS AN ABIDING PEDAGOGICAL CONDITION. OR COMPLETE RELIANCE ON STUD- 
ENT initiatives and the hope that they will succeed WITHOUT ACTIVE LEADERSHIP. 

To ENGAGE EACH PERSON'S SUBJECTIVITY RESPECTFULLY AND SYSTEMATICALLY IN THE 
STUDY OF LANGUAGE AND LITERATURE IS A DIFFICULT, TIME-CONSUMING ENTERPRISE; A 
PRODUCTIVE ATTITUDE AND A SUITABLE METHOD ARE NOT EASILY ARTICULATED EVEN TO 
THOSE SYMPATHETIC TO THE GENERAL PURPOSE. It HAS TAKEN SEVERAL YEARS TO INTE- 
GRATE INTO MY department's CURRICULAR OFFERINGS A SERIES OF COURSES GROWING FROM 

THIS PURPOSE. However, in this time certain priorities have become clear to me. 

Subjective criticism now understands that the same interpretive problems recur 
in each new age and culture because hermeneutic activity is anchored in language 
behaviors. Put atjother way. since language has. historically, served more or 

less the same ORGANISMIC function for the HLMAN fmCE. OUR SENSE OF PERMANENT 
interpretive knowledge lies in the questions WE ASK RATf€R THAN IN THE ANSWERS 
WE GET; mTHEMATICAL SYSTEMS CREATE THE FEELING OF PERMANENT ANSWERS, I THERE- 
FORE TAKE TRADITIONAL HERMENELTTIC CONCERNS AS REFLECTIONS OF ENDURING HUMAN MOTIVES. 
Our INTELLECTUAL TA-SK IS TO MAKE THESE CONCERNS SERVE PRESENT PURPOSES. 

The RELATIVELY RECENT ACCEPTANCE OF THE VALUE OF SUBJECTIVE THINKING SUG- 
GESTS THAT THIS TASK CAN BE PURSUED THROUGH DELIBERATE RECOVERY AND ENGAGEMENT 
OF OUR MOTIVES. AnY INTERPRETIVE PROJECT CAN ACCOMODATE THIS INTEREST. In OTHER 
WORK. I HAVE DISCUSSED IN SOME DETAIL WHAT. REGARDLESS OF WHICH INTERPRETIVE 
PROJECTS 'ARE UNDERTAKEN. IS INVOLVED IN THE COLLECTION OF STATEMENTS OF 
ASSOCIATIVE RESPONSES TO THE LITERATURE 
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OF INTEREST. ThESE STATE^ENTS ARE ANALOGOUS TO THE YOUNG CHILD'S SPONTANEOUS 
RETELLING OF A STORYj THEY DEFINE THE READER'S EVALUATIVE PERCEPTION OF THAT 
PARTICULAR READING EXPERIENCE; THEY IDENTIFY TO THE READER HIS INITIAL ASSIMILA- 
TION OF THE WORK. ThEY INCLUDE CITATIONS OF THE WORK^ AFFECTIVE REACTIONS TO 
THESE PARTS. AND ASSOCIATIVE ELABORATIONS OF THE AFFECTS; THESE EU\B0RATI0NS 
ARE SPOrJTANEOUSLY REMEMBERED INTERPERSONAL EVENTS AND RELATIONSHIPS THAT DEFINE 
THE AFFECTIVE AND PERCEPTUAL ELEMENTS OF THE STATEMENT.-'"^ 

A RESPONSE STATEMENT IS UNDERSTOOD TO BE GIVEN IN THE CONTEXT OF AN AGREED- 
UPON PEDAGOGICAL PURPOSE. WHICH IS THE ATTEMPT TO REACH A JUDGMENT OF HOW EITHER 
ONE person's or THE GROUP 's READING EXPERIENCE HAS PRODUCED SHARABLE KNOWLEDGE. 
I WILL OUTLINE FOUR CATEGORIE? OF KNOWLEDGE THAT I HAVE SOUGHT IN THIS WAY; IT 
WILL BE CLEAR IN EACH INSTANCE HOW ?,'£ CATEGORY REFLECTS A TRADITIONAL ISSUE 
OF CRITICISM AND RESPONSE; MOREOVER, THE REDEFINITION OF ANY CATEGORY IS EASILY 
ACCOMPLISHED WITHOUT CHANGING THE MAIN PEDAGOGICAL ACTIVITY. WHICH IS THE PUBLIC 
NEGOTIATION OF THE RESPONSE STATEMENT AS A MOTIVATIONAL EXPU\NATION OF THE READ- 
ER'S JUDGMENT OF HIS EXPERIENCE. ThE RESULT OF THE NEGOTIATION IS A COLLECTIVE 
RESYMBOLIZATION OF THE READING EXPERIENCE OR. A NEW BUT HIGHLY LOCALIZED AND SUB- 
JECTIVELY AUTHORIZED INTERPRETATION. ThE FOUR POSSIBLE PEDAGOGICAL PURPOSES ARE: 
(1) JUDGMENTS OF TASTE AND CHANGES OF TASTE; (2) JUDGMENTS OF SIGNIFICANCE; (3) 
JUDGMENTS OF REAL AND SYMBOLIZED AUTHORS; JUDGMENTS QF COLLECTIVE INTEREST 
AND THE CLASSIFICATION OF AUTHORS AND WORKS. IsSUES OF RIGHT OR WRONG IN THESE 
JUDGMENTS OR GOOD OR BETTER ARE ARBITRATED ONLY BY THE SUBJECTIVE INTERESTS OF 
THE PARTICIPATING READERS. 

(1) JlJDMlEi Q£ BSIE m CHANGES. QE. lASIE. 1 . A. RiCHARDS THOUGhfr THAT 
EVALUATION WAS THE MAIN TASK OF CRITICISM. AND THAT CRITICS OUGHT TO BE ABLE 
TO PERSUADE OTHER READERS' WHAT IS BEST FOR THEM TO READ. ThE SUB.)ECTIVE ASPECT 
OF THIS TRADITIONAL CRITICAL PURPOSE IS THAT EACH PERSON WOULD LIKE TO KNOW HIS 
OWN TASTES. HOW HE ACQUIRED THEM. AND WHETHER OR HOW HE CAN CHANGE THEM. WhEN 



Bleich 20 

ten different judgments of taste for the same work are presented coordinate" 

LY WITH RESPONSE STATEMENTS. IT IS APPARENT THAT THE OBJECTIVE QUALITY O;- 
THE WDRK IS BOTH INDETERMINATE AND IRRELEVANT, OncE THE BURDEN OF COPING WITH 
RECEIVED JUDGMENTS OF GREATNESS OR FAILURE IS LIFTED EVALUATION PRXEEDS ON THE 
BASIS OF PRESENTLY HELD PERSPECTIVES AND CONCERNS. If ALL THE MEMBERS OF A 
COMMUNITY ARE LITERATE, EACH HAS THE SAME EVALUATIVE AUTHORITY. MoRE IMPORT- 
ANTLY. EACH HAS A FAIRLY OBVIOUS PERSONAL MOTIVE FOR DEVELOPING KNOWLEDGE OF 
HIS OWN TASTE. ThE OPPORTUNITY IS ALWAYS AVAILABLE TO PARLAY SUCH KNOWLEDGE 
INTO A WIDER SELF-KNOWLEDGE OR INTO A WIDER KNOWLEDGE OF ONE's OWN COMMUNITY. 
At THE SAME TIME READING ONE WORK WILL NOT BRING RELIABLE KNOWLEDGE, BUT 
A SUBJECTIVELY ORIENTED FIRST READING WILL HELP ESTABLISH JUST HOW INTERESTED 
A READER IS IN FINDING OUT ABOl/f HIS TASTE. OP PARTICULAR INTEREST TO YOUNGER 
READERS IS THAT THE RESPONSE STATEMENT CAN REVEAL THE EXTENT TO WHICH THEIR 

tasteshave been peremptorily determined by pedagogical authority. 

-Changes in taste are functions of personal growth, which takes place even 

IN A relatively SHORT-LIVED UNIVERSITY COURSE. A PART OF EACH PERSON'S SELF- 
IMAGE IS HIS SENSE OF WHICH PERIODS IN HIS LIFE MARK THE MOST SIGNIFICANT TIMES 

OF GROWTH. Regardless of the announced pedagogical purpose, the subjective 

INQUIRY INTO TASTE BRINGS OUT A COMPARISON OF THE RESPOND NOW WITH WHAT IT 
WAS IN A READING MANY YEARS BEFORE. It IS THEREFORE OF CONSEQUENCE TO DELIB- 
ERATELY INVESTIGATE ONE's CHILDHOOD TASTES^ READING HABITS, fm LITERARY ORIENT- 
ATION IN ORDER TO ESTABLISH WHICH PARTS OF OUR EARLIER DEVELOPMENT ARE OF CON- 
TINUING INFLUENCE IN THE PRESENT. 

In PRINCIPLE^ ANY PERIOD OF TIME MAY BE SET ASIDE AS THE FRAMEl^RK FOR STUDY- 
ING CHANGES OF TASTE. DEPENDING ON THE KIND OF KNOWLEDGE THAT IS SOUGHT. It IS 
OF EQUAL IMPORTANCE TO LEARN HOW AND WHY ONE's TASTE CHANGES. AS IT IS TO KNOW 
THE RANGE OF TASTE AT ANY MOMENT. BuT UNLESS SUCH KNOWLEDGE IS PURSUED DELIBERATE- 
LY THROUGH RESPONSE STATEMENTS AND COUECTIVELY NEGOTIATED JUDGMENTS. THE KNOWI.EDGE 
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CLAIMED WILL HAVE NEITHER AUTHORITY NOR EXPU\NAT0RY ?QViER. 

(2) JUPgMENTg Q£ S I GN I F ICANCf: . To JUDGE SIGNIFICANCE IS TO CONCEIVE A READ- 
ING EXPERIENCE IN TERMS OF AN INDEPENDENT SYSTEM OF VALUES OR THOUGHT. ThIS 
IS THE MOST FAMILIAR PATH OF INTERPRETIVE WORK IN CONTEMPORARY CRITICISM. WhEN 
NO DISTINCT THOUGHT SYSTEM IS INVOKED. THE TER/1S OF JUDGMEf^ ARE USUALLY MORAL. 
To PROPOSE SUCH JUDGMENTS WITHOUT REFERENCE TO RESPONSE STATEMENTS RESULTS IN 
THE FORMULAIC APPLICATIONS OF STYLISH DOGMAS OR TRADITIONAL HOMILIES. It IS 
MORE AUTHORITATIVE IN A PEDAGOGICAL RELATIONSHIP TO TElL WHY THIS WORK IS THE 
FULFILLMENT OF AN ORAL WISH IQ. tlE THAN IT IS TO PROVE, WITH EVIDENCE. THAT IT 
IS OBJECTIVELY SUCH A FULFILLMENT. If A READER AUTHENTICALLY PERCEIVES LITER- 
ATURE WITH f^XIAN PRINCIPLES. IT IS OF INTEREST TO LEaRN THE SELF-INTEREST 
OF SUCH PRINCIPLES TO THE READER IN ADDITION TO WHY HE FINDS THEM IN THIS WORK. 
A RESPONSE STATEMENT PARTICULARIZES KNOWN SYSTEMS OF THOUGHT AND GIVES A MOT- 
IVATIONAL GROUND TO AN INDIVIDUAL READER'S UNDERSTANDING AND USE OF THAT SYS- 
TEM. Because literature is a symbolic object, its nor^l function is to create 

INTERPRETIVE OCCASIONS: THERE IS NO SUCH THING AS AN "AUTONOMOUS." LITERARY 
WORK. Any discussion of literature will ASSLME a standard for TRANSLATING THE 
WORK INTO "meaning." FrOM THE STA^ffiPOINT OF SUBJECTIVE CRITICISM. NO EXISTING 
STANDARD IS NECESSARILY RIGKT OR WRONG. ESTABLISHED KNOWLEDGE. IN THIS CONTEXT. 
IS COMMUNICATED IN CONJUNCTION with ITS PARADIGMATIC FRAMEWORK. AND IS ITSELF • 
IMPLICITLY AVAILABLE FOR RENEGOTIATION. ThIS MAY MEAN THAT INTERPRETIVE KNOW- 
LEDGE IS LESS STABLE THAN KNOWLEDGE IN GENERAL WAS HERETOFORE CONCEIVED. YeT 
UNLESS THE STABILIZING MACHINERY RESTS UNAMBIGUOUSLY AND SELF-CONSCIOUSLY IN 
THE COmUNITY OF STUDENTS. THE KNOWLEDGE IS IDLE AND- OP NO CONSEQUENCE. 

(3) JUDQMENIS Of . ItlE. B£AL Am SYimJZED. AUItiQR. BecAUSE CHILDHOOD LANGUAGE 
AND READING EXPERIENCES DEVELOP IN RELATION TO AN ALfTHORlTATlVE PERSON. MOST 
SUBSEQUENT READINGS ARE MARKED AT SOME POINTS IN SOME DEGREES AT LEAST BY THE 
FEELING OF COWUNICATIVE INVOLVEMENT WITH THE AUTHOR. MaNY ARE ORIGINALLY K)- 
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tivated to read by the desire to iwerse themselves in what they consider im- 
PORTANT LITERARY AND EMOTIONAL AUTHORITY; MANY READ.NG EXPERIENCES ARE SPONTAN" 
EOUSLV PERCEPTUALLY ORIENTED AROUND " WHAT THE AUTHOR IS SAYING." WhEN KNOWLEDGE 
IS PROPOSED ON THE BASIS OF SUCH PERCEPTIONS, THE GROUND ON WHICH THE READER 
SYMBOLIZED THE AUTHOR ARE SUSCEPTIBLE OF EASY DISPUTE, It IS NOT CLEAR HOW 
MUCH DOCUMENTED INFOf^TION ABOUT THE AUTHOR THE READER IS USING AND HOW MUCH 
HE IS ONLY ATTRIBUTING AUTHORITY TO AN INFERRED IMAGINARY FIGURE. TwO PATHS 
MAY BE TAKEN TOWARD GREATER CERTAINTY IN THIS CONNECTION. THOUGH EACH IS ULTIM- 
ately dependent on the other. 

The response statement can immediately help establish the subjective basis 
OF the imagined author by suggesting how an interest in a work is part of an 
interest in a certain kind of remembered or preferred person. Or. it can dis- 
close THE psychological DIMENSIONS OF ONh's TASTE FOR THAT AUTHOR AS THE RESULT 
OF HAVING PREVIOUSLY READ OTHER WORKS OF HIS. BUT REGARDLESS OF HOW SUBJECTIVE 
one's image of an AUTHOR IS. A READER KNOWS THAT FOR MOST WORKS THERE WAS A 
REAL CREATOR. AND THERE IS ALWAYS A GENUINE CURIOSITY ABOUT HIM. AND ESPECIALLY 
AFTER SOME NEW. SMALL. BUT REAL INFORMATION BECOMES KNOWN. A CHILD UNDERSTANDS 
IN THE STORYTELLING SITUATION THAT THERE IS AN ORIGINATOR AND A PERFORMER; HIS 
OWN DEVELOPMENT DETERMINES HOW MUCH INTEREST HE HAS IN EACH; WHEN THERE IS NO 
PERFORMER. THE REAL AUTHOR IS THE MAIN OBJECT OF INTEREST. AND NOTHING LESS THAN 
THE MOST AUTHENTIC FACTS WILL SERVE TO SATISFY THE INTEREST. 

The use and understanding of these facts, however, are functions of the 

ORIGINAL SUBJECTIVE CONCERN WITH THE AUTHOR OF THE WORK ONE READS. UNLESS ONE 
becomes wholly MOTIVATED BY THE DESIRE TO DISCOVER THE LOST LIFE. THOUGH EVEN 
THEN THE CONCERN WOULD NOT BE OTHER THAN SUBJECTIVE. A FULLY DOCUMENTED BIO- 
GRAPHICAL STUDY IS A REFLECTION OF A LOCAL CULTURAL PREFERENCE. ThERE IS NO 
OBJECTIVE REASON WHY PSYCHOLOGICAL PORTRAITURE IS PREFEREABLE TO A DETAILED 
CHRONOLOGICAL CHART; YET THE FORMER IS FAR PREFERRED TODAY TO THE LATTER. The 
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MOTIVE FOR ANY SORT OF BIOGRAPHICAL INTEREST. EVEN FOR INFERRING THE AUTHOR 
FROM ONLY THE WORK. IS CREATED BY THE PATTtRN OF AUTHORITY RELATIONSHIPS IN 
OUR HISTORIES. WHOSE SPECIFIC SHAPE WAS ONCE REAL. BUT. LIKE THE AUTHOR. IS 
RECOVERABLE ONLY THROUGH SYMBOLIZATION AND INTERPRETATION. ALTHOUGH SUCH KfvlOW- 
LEDGE IS NEVER GUARANTEED TRUTH. THE ACT OF FORMULATING IT IS THE SOURCE OF EN- 
LIGHTENMENT. 

Judgments qe cqllectivf imieesi m ihe class ificat ion qe authors 
mi mia. Those interested in making criticism scientific have sougkt perma- 
nent CATEGORIES FOR DIFFERENT TYPES OF LITERATURE. ALTHOUGH CLASSIFICATION 
proved to be explanatory for living THINGS. IT IS NOT SO FOR LITERATURE BE- 
CAUSE IT IS COMPRISED ONLY OF SYMBOLIC OBJECTS; NONTRIVIAL SIMIURITIES 
AMONG SUCH OBJECTS DEPEND ON COLLECTIVE VALUES AND PERCEPTUAL HABITS. SYMBOLIC 
ORJECTS ARE*PERCEIVED AS SIMILAR ON THE BASIS OF WHAT THE COmUNITY OF PERCEIV- 
ERS HAVE IN COIWN. 

It is A comDN academic exercise to decide if Oedipus Rex, Hamlet^ and 

tom Q£ A SA L ESMM all belong TO THE SAME GENRE. "TRAGEDY." UsiNG ArISTOTLE'S 
list of tragic features, some readers will decide THAT THERE IS ENOUGH CORRE- 
SPONDENCE AMONG THE WORKS TO SAY THAT YES THEY ARE TRAGEDIES. WHILE OTHERS 
WILL DISSENT FROM THIS VIEW. Al THE SAME TIME ALL MAY AGREE THE EACH PLAY 
FEELi TRAGIC. The latter JUDGMENT IS WT OBJECTIVE AND DEPENDS INSTEAD ON 
A SHARED EMOTIO^JAL SENSE OF TRAGEDY IN Jim COWUNITY. LONG ESTABLISHED GEN- 
ERIC CONCEPTS SUCH AS THIS RETAIN THEIR SEMANTIC VALUE BECAUSE OF THEIR IMPRE- 
CISE DENOTATION AND THEIR CONSEQUENT AVAILABILITY FOR RENEGOTIATION. ThE 
CATEGORY IS INTERPRETIVE TO BEGIN WITH. SO THAT TO NARROW OR SPECIFY ITS 
MEANING IS EITHER TO COlWERT IT INTO A DESCRIPTIVE LABEL OR TO PROPOSE A NEW 
SUBJECTIVE INTERPRLTATiOM. A SIMILAR LOGIC APPLIES TO THE CLASSIFICATION OF 
AUTHORS. STYLISTIC SCHOOLS. AND HISTORICAL PERIODS. 

The suriective priority is to discover each interpretive co^wNITY 
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HOLDS IN COMMON J RESPONSE STATEMENTS MAKE SHARED VALUES VISIBLE AS MUCH AS 
THEY DISCLOSE IDIOSYNCRATIC ONES. AWARENESS OF COMMON INTERESTS BEGINS IN 
CHILDHOOD ONCE THE CHILD'S AUTHORITY RELATIONSHIPS HAVE BEEN STABILIZED. 

From school age onward^ peer group politics is a key element in PEmGOGicAL 

MOTIVATION. It is OF INTEREST TO EACH PERSON TO KNOW HOW AND WHY HE ASSIMIL- 
ATES OTHER people's LANGUAGE AND THOUGHT. ThE PEDAGOGICAL COWUNITY IS WHERE 
ASSIMILATION BEGINS ON A REGULAR BASIS. YeT THE HABIT OF OBJECTIVITY KEEPS 
THE GROUP PSYCHOLOGY LATENT. EVERY PERSON IN CLASS USES THE GROUP AS ONE 
OF THE MEANS TOWARD SELF-DEFINITION BUT THE DELIBERATE INVOCATION OF COfWN 
INTERESTS IS EITHER SURREPTITIOUS OR SUPERFICIAL. ThE UNIVERSAL CONCERN WITH 
HOW one's peers think AND FEEL IS A PEDAGOGICAL MOTIVE THAT IS ALWAYS READY 

TO BE Emp^ti). Response statements make these motives available for negotia- 
tion INTO COMTlON KNOWLEDGE. 

Part of the purpose of the foregoing considerations of epistemology and 

PEDAGOGY has BEEN TO SHOW HOW LANGUAGE /.ND LITERATURE ARE MOST PRODUCTIVELY 
STUDIED WITHIN THE SAME FRAMEWORK OF TH0U3HT. HoWEVER^ AS LONG AS THIS REMAINS 
AN ABSTRACT OR ACADEMIC QUESTION^ 1 WILL NOT HAVE MADE MY POINT. ThE RESPONSI- 
BILITY FOR INITIATIVE AND LEADERSHIP REMAINS WITH US PROFESSIONAL TEACHERS FAR 
MORE THAN WITH STUDENTS. ThIS MEANS THAT EXPLORATION OF PSYCHOLOGICAL DEVEL- 
OPMENT^ OF MOTI NATION FOR AND RESPONSE TO KNOWLEDGE HAS TO BE GROUNDED IN EACH 
teacher's CONFIDENCE IN HIS OWN MOTIVES. ThIS IS THE MOST IMPORTANT PRAGMATIC 
CONSEQUENCE OF SUBJECTIVE THINKING. 
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NOTES 

David Bleich. "Ihe Subjective Paradigm in Science. Psychology, and Criticism/' 
New Literary - H istory. VI L 313-33^. 

This is my inference. Noam Chomsky discussed his view of Piaget's work in a 
public question and answer period at the University of British Columbia in March. 
1976. He articulated the view that language is to be thought of as m organ 
of the body, and its explaiWion should be sougkt in that framework, Piaget 
expressed his view of intelligence as being an organ of the body in blology 
MD. Knowledge (1967). Chomsky discusses certain consequences of the assump- 
tion of an INNATE language FACULTY IN REFLECTIO NS ON LANGUAGE (NeW YoRK.. 1975). 

Chapter Three. 

SusANNE K. Lancer. Philosophy in a New Key (1942; rpt. New York. 1964). pp. 
45. 46, 

Jam., p. 48. 

David Bleich. "New Considerations of the Infantile Acquisition of Language and 
Symbolic Thought." Psycho analytic Review. LXIII. No. 1 (Spring. 1976). 49-72. 
J. A. FoDOR. T. G. Bever. and M. F. Garrett. The Psychology of Langu age (New 
York; 1974L p. 513. Lois Bloom, in Qne Wqsd. AI A Tim e (The Hague. 1973). is 
skeptical about the explanatory efficacy of the idea of language competence 
in principle. She writes that "the view that language development results from 
PRIOR Linguistic knowlddge of the nature of sentences as proposed by McNeill. 

CANNOT BE TAKEN AS HYPOTHESIS OR THEORY UNTIL SUCH PRIOR LINGUISTIC KNOWLEDGE 
IS IDENTIFIED OR OTHERWISE DESCRIBED. ThERE IS AN IMPORTANT DISTINCTION BETVVEEN 

the innate propensity or capacity to acquire language and the idea that such 
innate capacity takes the form of linguistic notions of either form or substance. 
There is simply no evidence that children have knowledge of linguistic structure 

BEFORE THEY USE STRUCTURE IN THEIR SPEECH. . . . If ONE BELIEVES. WITH PlAGET. 
THAT DEVELOPMENTAL CHANGE OCCURS AS A FUNCTION OF THE CHILD's ^NIPULATING AND 
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INTERACTING WITH HIS ENVIRONMENT. THEN THE IDEA THAT SINGLE-WORD UTTERANCES 
REFLECT PRIOR LINGUISTIC KNOWLEDGE OF SENTENCES BECO^€S EVEN LESS TENABLE." 

(pp. 130-131). Bloom's skepticism about linguistic competence derives from the 

LIMITS SHE perceived IN WHAT ONE CAN KNOW ABOUT THE CHILD's MIND. WhILE MANY 
INFERENCES MAY BE PROPOSED. SHE HOLDS TO THE VIEW THAT ONLY OBSERVATIONS OF THE 
child's ACTUAL USAGES IS AN ADEQUATE AUTHORIZATION FOR KNOWLEDGE ABOUT INFANTILE 
LANGUAGE DEVELOPMENT. SHE THEREFORE REJECTS. IN PRINCIPLE. THE VIEW THAT MATH- 
EMATICAL FORMULATIONS WILL CONSTITUTE AN EXPLANATION OF LANGUAGE. SINCE SUCH 
FORMULATIONS APPLY ONLY TO LINGUISTIC ODMPETENCE. WHICH. IN TURN. IS BASED ON 
THE OBJECTIFICATION OF LANGUAGE AS INDEPENDENT OF BEHAVIOR. 

km. 

(Lexington. Massachusetts. 1972). 

(National Council of Teachers of English. 1970). 

The rationale and major concerns in the collection of response statements 

are reduced in my monograph. Readings and Feelings : M In troduction io 

S ubjectiv e Criticism (National Council of Teachers of English. 1975). There 

is further discussion of the aims and uses of these statements in WORK NOW in 

preparation. I AM PRESENTING THE FOLLOWING PROPOSED CATEGORIES FOR INQUIRY 
ON THE ASSUMPTION THAT AT LEAST THE PRINCIPLE OF RECORDING RESPONSE IS ACCEPT- 
ABLE. 
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